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Introduction
Citizenship education has become an increasingly salient aspect of governments' agendas for student formation because it not only provides civic skills and knowledge, but also promotes political participation (Cho & McLeod, 2007 , Cohen & Chaffee, 2012 , Delli-Carpini, 2009 , Galston, 2001a , 2004a , McAllister, 1998a , Owen, Soule & Chalif, 2011a , Torney-Purta, 2010 . School is a foundational experience for children in the public field, providing a space to interact with others outside the family (Crick, 2003 , Peña, 2007 . In this context, the official curriculum on citizenship education in schools is fundamental for ensuring that specific content related to citizenship, nation-state, and region can be transmitted to the students effectively, thereby developing politically engaged future citizens. Furthermore, the role of civic education acquires renewed relevance in the context of social, political, economic, and demographic change. As the boundaries have become more diffuse between countries with increasingly fluid migration, the concept of citizenship has become global as well, such that the boundaries of identity are not only national, but also transnational or supranational (Keating, Hinderliter & Philippou, 2009) . Therefore, given constant societal evolution and change due to global trends and/or socio-political structure, citizenship education also undergoes profound changes (Kerr, 1999) . This makes it particularly interesting to scholars when considered within the various contexts of Latin American countries.
A curricular comparison is helpful in outlining how countries from the same region, which share a language and have a similar political history, have diverged or aligned in their development of the concept of citizenship, often emphasizing certain contents rather than others. Several scholars have analyzed the curricula of the European region focusing on the (non-) coverage of European citizenship, whereas others have compared developed countries with similar political and socioeconomic profiles (Keating et al., 2009 , Torney-Purta & Barber, 2004 , Torney-Purta, 2010 . A curricular comparison not only highlights different approaches to citizenship education and the concept of citizenship itself (Kerr, 1999) , but also shows the common challenges that similar countries face (Hughes, Print & Sears, 2009 ). Thus, the discussion of potential approaches to enhancing citizenship education is enriched by considering the experiences of neighboring countries (Kerr, 1999) . As Kerr (1999) argues, even though an ideal curriculum could emerge from the holistic perspective offered through such a comparison, this could not then simply be transplanted to another country without taking into account its particular historical, political, social, and economic context. In effect, Hughes et al. (2009) concluded that even when countries share characteristics in their citizenship education curricula, the effects of these programs can be completely different. In this line of research, however, there is scarce evidence of comparative or in-depth curricular analysis of citizenship education focused on Latin American countries. The present study aims to fill this gap to achieve a more holistic picture of how citizenship is understood and meant to be taught in the schools by each country analyzed.
Along with the curricular comparison, we also collected data regarding students' attitudes towards citizenship, so the aim of this study is to contrast two different sources of information regarding citizenship education in Latin America: curricular guidelines and students' civic attitudes. We revised the official national documents of the respective Ministries of Education for analyzing curricular guidelines, and the results of the International Civic and Citizenship Education study (ICCS 2009) for analyzing the students' attitudes on citizenship. The present article will show which aspects were covered or left uncovered in official curricula, comparing both within and between countries; and it will also contrast curricular results with students' attitudes and expectations, crystallized on the questionnaires administered alongside the ICCS international test to compare only between countries. Thus, the results will identify the main aspects that policymakers and schools should cover to both improve citizenship attitudes and to expand the current official curriculum to encompass a more complete range of contents and teaching objectives. This study also contributes to the literature on citizenship education in Latin American countries, identifying the most relevant citizenship contents, and the main gaps expressed both in the official curriculum and through student's perspectives. It is worth noting that the intention of the present study is not to find a causal relationship between the curricular guidelines and the students' perceptions gathered in the international evaluation, but to show the absences and emphases of citizenship education in Latin American countries from two different perspectives: the institutional -the representation of the 'ideal citizen' each government aims to achieve through the curriculum-and the students -the effective citizenship attitudes and beliefs of the 'future citizens'.
Democracy and citizenship education
Any democratic system is sustained through political participation because it is the main mechanism to ensure that individuals communicate their interests and needs, and pressure governments to act in response (Schlozman, Verba & Brady, 1999) . Although political knowledge is acquired throughout life, its basis is obtained through political socialization in school, which prepares students to be future citizens (Geboers, Geijsel, Admiraal & Dam, 2013) . In fact, one of the assumptions of political socialization is that a good citizen does not necessarily appear spontaneously, but rather, early socialization within the family, and particularly at school, should aim to provide the tools that allow future citizens to become successfully involved in the political system.
Citizenship education in this sense enables students' acquisition of civic knowledge and skills to participate in the future (Quintelier, 2010) . Several studies -using data from the studies on citizenship education of the International Association for the Evaluation of Educational Achievement (IEA), such as the Civic Education Study (Cived) in 1999 and the International Civic and Citizenship Education study (ICCS) in 2009 -have demonstrated that civic knowledge influences political participation in young populations (Galston, 2001b , 2004b , Isac, Maslowski, Creemers & van der Werf, 2013 , McAllister, 1998b , Owen et al. 2011a , Quintelier, 2010 , Torney-Purta, Lehmann, Oswald & Schulz, 2001 ). The higher the students' civic knowledge scores, the more likely they were to participate politically in the future (e.g., vote in elections) (Isac et al., 2013 , Torney-Purta et al., 2001 , Wilkenfeld, 2009 .
The emphasis on the school's role was commonly related to the transmission of civic knowledge based on the premise that knowing about the functioning of the political system is relevant for the formation of an active citizenry (Levinson, 2010 , Owen et al., 2011a , Quintelier, 2010 , Torney-Purta et al., 2001 , Wilkenfeld, 2009 . Nonetheless, recent evidence has highlighted the importance of 'how' civic knowledge is transmitted rather than only 'what' is transmitted by schools. In this sense, some scholars argue that exposure to a democratic environment in the school (Alivernini & Manganelli, 2011 , Campbell, 2007 , Ichilov, 2003 , Martens & Gainous, 2012 , Quintelier & Hooghe, 2012 , Solhaug, 2006 , Torney-Purta, 2010 ) and active learning strategies (Biesta, Lawy, & Kelly, 2009 , Hart, Donnelly, Youniss & Atkins, 2007 , Haste, 2010 , Hooghe & Dassonneville, 2011 , Jerome, 2012 , Misa, Anderson & Yamamura, 2005 , Owen & Soule, 2010 , Quintelier, 2010 , TorneyPurta, 2002 , Youniss, 2012 can be as (or even more) important as the transmission of civic knowledge when promoting civic engagement in the future. Accordingly, Ibrahim (2005) argues that it is critical to examine the contents of citizenship education in the official curriculum to analyze whether or not they can be effectively used to increase participation in school and prepare students for future political engagement and participation.
Citizenship education: Civic and civil
This study distinguishes two aspects of citizenship education and participation: civic and civil. The civic dimension attempts to cover those aspects linked to formal political institutions, such as the election of representatives and membership in formal political organizations, e.g., political parties.
In turn, the civil dimension is concerned with informal institutions and activities that imply interaction with local communities. Both aspects are part of a wider concept of citizenship education:
"Citizenship education focuses on knowledge and understanding and on opportunities for participation and engagement in both civic and civil society. It is concerned with the wider range of ways that citizens use to interact with and shape their communities (including schools) and societies." (Schulz, Ainley, Fraillon, Kerr & Losito, 2010, p. 22) It has been noted that both civic and civil participation are related to one another and are a necessary condition for the functioning of the democratic system: "Civil associations contribute to the effectiveness and stability of democratic government, it is argued, both because of their 'internal' effects on individual members and because of their 'external' effects on the wider polity" (Putnam, 1993, p. 89) .
Curriculum and citizenship education
The citizenship education field is undergoing a transition from traditional civic education to modern citizenship education (Eurydice, 2005 , Suárez, 2007 . In other words, there is a shift from only civic focus toward a concept of citizenship (Cox, Jaramillo & Reimers, 2005 , Kerr, 1999 , Schulz et al., 2010 that encompasses a wider spectrum of civil and civic elements. This conceptualization of citizenship education contains not only a nation-bounded or institutional perspective of civic education, but also cross-national values. Furthermore, there is more recognition of the need to create abilities rather than just content-based knowledge about civic elements (McCowan, 2009) .
From a national to a supranational curriculum
Western societies during the eighteenth and nineteenth centuries, in their effort to legitimize the nation-state, emphasized a 'sense of nation' in the school curriculum, teaching only their national culture, institutions, and history while ignoring other cultures and societies (Keating et al., 2009, p. 146) . However, globalization and new technologies have impacted this traditional relationship between citizenship education and the nation-state, providing alternative ways to identify and participate that transcend the nation-state focus (Keating et al., 2009) . For example, according to Keating et al. (2009) , the official curricula of some European countries show an official understanding of citizenship that is purposely shaped to consider new contexts, and understand the curricula as a key element in the articulation of each nation's aim in citizenship education. Therefore, in the last few decades, the common notion of citizen has changed. Citizenship education needs to take into consideration the political, social, economic, and demographic changes loosely defined in the term 'globalization' (Fischman & Haas, 2012) . Worldwide citizenship education is becoming global, which is clearly exemplified in the cross-national programs and policies conducted by the Organization for Economic Co-operation and Development (Oecd), such as the Program for International Student Assessment (Pisa), and by the United Nations Educational, Scientific and Cultural Organization (Unesco), such as the General Agreement on Trade in Services (Gats), both of which have taken a transnational perspective on education (Keating et al., 2009) .
Consequently, according to Kerr (1999) , the challenges that countries face currently are similar. Today, citizenship education has a common list of values and cross-national content that educational systems must be prepared to address. These challenges include multiculturalism, pluralism, cultural heritage, diversity, tolerance, social cohesion, collective and individual rights and responsibilities, social justice, national identity, and freedom, among others (Kerr, 1999) . How countries tackle the concept of citizenship and citizenship education, however, varies according to their historical traditions, geographical position, socio-political structure, economic system, and global trends (Kerr, 1999) . For example, the focus on citizenship education acquired by European countries' curricula establishes a European dimension related to supranational identity and policies (Keating et al., 2009) . These factors influence the organization of the government, as Kerr (1999) showed, which in turn affects certain structural characteristics of education such as its organization, values, aims, and funding. As Ibrahim (2005) asserted, it is crucial to have global citizenship as a framework in the countries' curricula; this allows for a more inclusive kind of citizenship that can encompass global issues and move individuals (especially those with power and resources) to act responsibly. In this sense, a complete framework regarding citizenship contents at school was needed to be considered for this study.
Before presenting the data and research methods, a brief review of the political context of Latin American countries becomes necessary as a framework for interpreting the results, and most importantly, for understanding the relationship between the national representation of the 'ideal citizen' and the real attitudes and beliefs of students who are taught by those guidelines on citizenship education.
Latin American political context
Even though Latin American countries share a language, religion, and a similar colonization process, the existent literature and indices compiled by international institutions show some diversity in terms of culture, political history and participation patterns (civil and civic) among these six countries (Hartlyn & Valenzuela, 1997) . The main differences between them emerge in their respective processes of political development. During the twentieth century, this region faced several types of interruptions, which called their democracies into question. Thus these interruptions prevent us from considering them as sharing the same experiences. Nonetheless all these different interventions have often restricted opportunities for civic and civil participation.
Latin America's fledgling democracies make this region an interesting case for comparing the different ways each country has developed its citizenship education guidelines.
Since the early twentieth century, various attempts to empower representative regimes have been interrupted by military dictatorships, political unrest, civil wars, and human rights violations throughout the region (Hartlyn & Valenzuela, 1997) . Political instability, particularly in the case of Central American countries, emerged due to external pressure, which triggered wars and invasions. In South American countries, instability arose from pressure from landholder elites reacting to government policies that promoted greater political participation among citizens or that undertook land reforms (Hartlyn & Valenzuela, 1997) . This study considers two Central American countries (the Dominican Republic and Guatemala), three South American countries (Colombia, Chile and Paraguay), and Mexico.
Particularly in the post-dictatorship eras, efforts have been focused on voter turnout in elections to strengthen democracy because electoral participation is democracy's mandatory minimum (Munck, 2011) . Nonetheless, the quality of their democracies has been questioned. Democratic quality can be measured by evaluating key dimensions, including participation in events like elections and decision-making processes regarding policies implemented by the government (Diamond & Morlino, 2004) , and, to a lesser extent, by participation and connection with the community.
The political situations of the six countries reviewed here are represented by a set of indicators developed by Freedom House on 'Political Rights' (see Figure 1 ) and 'Civil Liberties' (see Figure 2 ). This analysis consists of calculated average indices for the years in which elections occurred in each decade. These indices range from one to seven, where one indicates a high degree of rights and liberties, and seven indicates their absence. While some countries have been gradually increasing in political stability (Chile, Mexico, and the Dominican Republic) the others (Colombia, Guatemala, and Paraguay) have maintained a score of more than three in both indices, which places them as 'partly free' because their political systems do not protect certain political rights and civil liberties. Considering the diversity in democratic and political development, it was vital to explore how each country had crystallized its historical and political background in their official curricula, and to determine what kind of citizen each aimed to educate. Furthermore, the comparative perspective allowed us to analyze the differences between the curricular guidelines and students' attitudes regarding citizenship among these countries to discover the extent to which the evidence obtained through the international test reflected the purposes encapsulated in each official curriculum.
Data and research methods
This study combined two data sources. The first was a database containing direct quotes from the six official curricula, which defined the mandatory contents and objectives in citizenship education. This database was created in the context of the project 'Sistema Regional de Competencias Ciudadanas' (Sredecc -Regional System of Citizenship Skills), sponsored by the Inter-American Development Bank (IDB). This program was created in the context of the ICCS study, under the supervision of the six Ministries of Education, with the intention of expanding the knowledge and data sources regarding citizenship education. The database consisted of 1,542 quotes, containing the full text of contents and objectives present in the reviewed documents (983 primary and 559 secondary quotes). For the purpose of this study, only primary contents up to the eighth grade were used, because in the ICCS students were evaluated in their last year of primary studies (eighth grade).
The second data source was information regarding eighth-grade students' attitudes compiled by the ICCS study for six Latin American countries (Chile, Colombia, the Dominican Republic, Guatemala, Mexico, and Paraguay), which involved a stratified sampling of 29,962 students selected from 1,027 schools (Schulz et. al., 2010) .
The dimensions and contents used for the revision of the national curricular documents were based on the framework used for the international evaluations regarding these issues, with particular emphasis on Latin America (Cox, 2010) . This framework considered five dimensions and 47 types of content regarding citizenship education. The framework used to define the principal domains for categorizing and extracting citations from the official curricula was the same one used to build the IEA Civic Education Study Cived (1999) and the ICCS (2009). This study also considered the Latin American module of the ICCS evaluation (Schulz & Brese, 2008 , Schulz, Fraillon & Ainley, 2011 , Torney-Purta, Schwille & Amadeo, 1999 . In this context, we considered five dimensions: 1) civic values and principles, 2) citizens and democratic participation, 3) institutions, 4) regional and national identity, and 5) peaceful coexistence. Each dimension contains a set of types of content.
3 These five dimensions emerged as a result of a previous study conducted by Cristián Cox (2010) , which compared the curricular guidelines of the six Latin American countries presented above. The present study made a more concise analysis of the curriculum to incorporate the students' results while maintaining this original framework. In this case, the unit of analysis was the quote, or a complete definition (textual or paraphrased) of the contents or objectives of the curriculum, as can be observed in the examples of Table 1 below.   3  Table 2 contains the 47 types of content by dimension. The citation focused on a "unit of meaning", often address more than one of the categories of the analytical matrix, which implies that the same citation may be counted more than once. The analysis that follows describes citizenship thematic priorities both per country and in general, based on a list of domains and contents established by Cox's (2010) framework, leaving aside the specific meanings that each quote could have in each curriculum. Furthermore, in this type of measurement it is not possible to discriminate in terms of the 'positional value' of the citation, which would be important to identify in future research.
5
For the curricular analysis, tables with a proportion of quotes were used to show the significant differences between and within countries, comparing these proportions with the 'mass proportion' that aggregates the quotes of all countries/dimensions. The same analysis could be carried out with the complete list of contents within each domain (47 contents; see Table 2 ), but the results would be particularly challenging to read and summarize. The nature of this kind of analysis came from the profile tables used in correspondence analysis, a 5 Clearly, a citation corresponding, for instance, to a cross-areas objective for three grades of secondary education, formulated as a standard, lacks the same 'weight' in terms of prescription as a citation concerning a specific content within a thematic unit, in one subject and one grade.
method widely used to analyze categorical data (Benzécri, 1979 , 1992 , Greenacre, 2007 , Lebart, Morineau & Tabard, 1977 , Roux & Rouanet, 2004 .
Five factors regarding students' attitudes were constructed to cover the dimensions used for the curricular analysis. We used 65 questions from the ICCS student questionnaire and the Latin American module to construct these factors; these questions were the same as those that the ICCS team used to construct twelve scales included in their report . Cox (2010) , made in the context of the ICCS evaluation, the framework of the regional model Sredecc, and the primary and secondary official documents from Colombia, Chile, Guatemala, México, Paraguay, and the Dominican Republic Ministries of Education.
All statements used for the construction of the ICCS scales and factors of this study were multiple-choice questions (level of agreement, expected behavior, and frequencies). Table 3 is useful for a proper understanding of each factor's content.
The analysis was conducted using different items that originally belonged to different scales in the conceptualization of the ICCS study. Nevertheless, the factor analysis reduced a group of scales to only one dimension to simplify the analysis, which showed only six factors according to five dimensions of the curricular analysis. The factor analysis was developed using Stata (Version 12) [Software] (2011) through the principal axis factor technique. Table 3 presents the information about the factor loadings on each item, analyzed by country, to ensure that item aggrupation was valid for each country; it also allowed comparability of the scales between countries. After this analysis, some of the items a priori considered for the dimensions were dropped because their loadings were too low to fit into the factor (<0.3). Upon completion of the factor analysis, an internal consistency reliability analysis for each factor was conducted by calculating Cronbach's alpha; which serves as complementary information about the internal consistency of the measures (also shown in Table 3 ). Loadings in Table 3 can show consistency between countries, but not necessarily for factors within countries. Yet, consistency between countries and the significance of the Cronbach alphas sustained our factors. Table 3 can show consistency between countries, but not necessarily for factors within countries. Yet, consistency between countries and the significance of the Cronbach alphas sustained our factors. The results regarding students' attitudes and participation in each country were analyzed as follows: first the exploratory factor analysis was calculated using principal axis methods, resulting in six factors, one for each domain of Table 2 . The exception was "Regional and national identity," where two factors resulted: one for national and the other for regional identity. Then, six graphs were constructed to compare the mean of student responses on each factor, indicating the differences between countries. The scores obtained ranged from 1 to 4, resulting from the Likert scale of the items. For the interpretation of the graphs, an Analysis of Variance (Anova) was calculated to look for significant differences between the main responses of each country.
The main results of both analyses (curricular and attitudinal) were contrasted, generating grounds for discussion from two perspectives: the institutional, represented in the curriculum coverage, and the students' perspectives, collected in the ICCS questionnaires.
Results

Curricular comparison
Curricular guidelines: comparison between and within countries
First, the proportion of quotes within and between countries was calculated, comparing it with the "mass proportion" (considering the total amount of quotes of the region). This kind of analysis shows the different emphasis given to each dimension by these Latin American countries. This was in order to give a larger picture of the curricular guidelines of citizenship education in the region. Tables 4 and 5 summarize the proportion of quotes considered in each domain within and between countries (by a count of the number of quotes in each dimension/country). In the correspondence analysis notation, these tables are named 'column' and 'row' profiles (Tables  4 and 5 , respectively). The tables show the significant differences between each proportion and the 'mass' or aggregate proportion, within and between countries, which consequently indicate differences between and within countries.
This first analysis, which shows the primary curricular emphasis of each country, indicates some differences between the countries. For example, the Chilean curriculum dedicated the larger proportion of its contents to principles and values, emphasizing this domain more than the other countries. The curricula of Mexico and Paraguay paid more attention to content regarding institutions, a large proportion of Guatemala's content was on national and regional identity, and the curricula of both Colombia and the Dominican Republic stood out for their focus on citizens and participation. This first approach shows a wider picture of each country's curricular guidelines; more detail regarding specific content will be incorporated in the section regarding the analysis of students' attitudes, as follows.
Curricular guidelines and students' practices and attitudes regarding citizenship: comparison between countries
The following sections present graphs with the mean responses of the items contained in each factor for each country, summarizing a set of attitudes and practices revealed in the ICCS 2009 study. These results were contrasted with issues either emphasized or missing in each country's curricular guidelines. Also, during the analysis, some references to the set of ICCS scales were made to give more detail about the content of the constructed factors.
7 For more clarity in the analysis, each graph indicates with "*" those countries whose mean responses were significantly different to the rest of the countries, according to the analysis of variance.
The aim was to seek topics that revealed any alignment between the students' responses and the emphases encountered in the official curricula. Even though it is not possible to argue for a causal relationship between curricular guidelines and the students' responses, this analysis does open up the possibility of discussing some hypotheses and policy considerations.
Civic values and principles
This dimension considers the appearance of a list of civic values and principles in the official documents (see Table 2 ). As is shown, these values considered both those referring to interpersonal relationships (e.g., solidarity, social cohesion, pluralism, etc.) and to macro values related to the distribution of power and opportunities in the society (e.g, freedom, equity, social justice, etc.). Additionally, questions comprised by two ICCS scales were selected for this dimension; one related to attitudes toward gender equality, and the other to the level of support for statements regarding democratic values. Considering these questions, a factor was constructed by country (see Table  3 ). Broadly speaking, when looking at the ICCS scales, Chile stood out in both scales with the highest level of agreement with statements regarding gender equality and democratic values. The curricular guidelines of Chile also showed a significantly higher proportion of content regarding these issues compared to the countries of the region. Notably, in the Dominican Republic, even though its curricula showed great coverage of democratic principles and values, its students failed to agree with the democratic statements presented in the ICCS questionnaire. It is necessary to look at this problem more in depth to discover the restrictions that prevented the curricular goals from being achieved in that country. 
* Indicates a mean response significantly different to all
the other countries (F=91.67; df=5;p<0,01) 
Citizens and democratic participation
This dimension considers students' attitudes toward civic and civil participation. Broadly speaking, it intends to cover the relationship between the individual and the political system, considering rights, duties, participation, and critical reflection. Figure  4 reports the mean responses for this factor's items, which contain information about future/ current political participation and consider both rights and duties as citizens. Questions selected from three different ICCS scales were used to construct this dimension (See Table 3 ).
Once more, students in Chile and the Dominican Republic stood out in the extremes. Chile's mean responses were significantly lower than the rest of the countries; students had the lowest levels of both participation in the community (civil) and future political participation (civic). Moreover, until eighth grade, there was no content related to voting, forms of representation, or participation in political action in Chile's official curriculum. At the other extreme, in the Dominican Republic, students showed the highest levels of future political participation and participation in the community, with mean responses significantly higher compared to the other countries, which corresponded with the wide coverage of content and objectives referring to these issues in its curriculum. In fact, the Dominican Republic was the country with the greatest proportion of its content dedicated to the 'citizens and political participation' domain. 
* Indicates a mean response significantly different to all
the other countries (F=379.98; df=5;p<0,01) 
Institutions
In this section, students' attitudes and perceptions regarding national institutions were analyzed and contrasted with curricular content regarding this dimension; namely, knowledge about how institutions work, constitutions, laws, and types of institutions (see Table 2 ). This dimension can be defined as the 'structure' of democratic life, in contrast with the previous relational or procedural dimension; it covers main organizations or institutions and students' understanding of how they work.
To tackle this dimension, two scales from the ICCS student questionnaire were considered from the Latin American module regarding attitudes toward accepting authoritarianism and corruption in the government. Figure 5 shows the mean responses by country regarding institutions: the Dominican Republic clearly stood out on this issue. This was because its students showed the highest levels of agreement with corrupt and authoritarian practices in government. The curriculum of the Dominican Republic did not include content regarding authoritarianism as a risk for democracy nor content regarding accountability. It would be interesting to examine the relationship between the Dominican Republic government institutions and its population more in depth to understand the reasons behind the approval of corrupt and authoritarian practices within institutions.
It is worth mentioning that authoritarianism was not considered in depth in any of the reviewed curricula, although the recent history of these nations has not been absent of such regimes. In effect, only Guatemala and Paraguay mentioned authoritarianism as a risk for democracy in their primary curricula. 
* Indicates a mean response significantly different to all
the other countries (F=400.74; df=5; p<0,01) 
National and regional identity
This dimension considers content regarding patriotism, nationalism, and attitudes toward students' own countries as well as elements from the curricula that promote multiculturalism, cosmopolitism, and the concept of supranational identity. Questions from two ICCS scales were used to build the two factors in this dimension: first, the sense of Latin American identity was extracted from the regional module; and second, questions from a scale regarding students' attitudes toward their own country were extracted from the international questionnaire.
Students in Mexico showed a significantly lower sense of Latin American identity along with Chile, and similarly, its curricular guideline did not feature any content concerning this issue. Another notable situation is shown by Colombia, where content covering national identity was relatively scarce compared to the other countries, however, the students showed high levels of Latin American identity and positive attitudes toward their country. It is also worth mentioning that Guatemala showed coherence between the curriculum and students' attitudes by having the highest curricular coverage of this domain (see Tables 4  and 5 ) and high student scores on regional and national identity (see Figures 6 and 7) . Notably, no country but Guatemala had content regarding Latin American identity in their curricula. (F=66.73; df=5; p<0,01) 
Peaceful coexistence
This dimension considers practices and values regarding peaceful coexistence inside and outside of school. Figure 8 shows the factor scores of Latin American students' attitudes related to peaceful coexistence. To build this factor, questions from two ICCS scales were used, both extracted from the Latin American module. (F=209.56; df=5; p<0,01) It is noteworthy that certain issues arose from the comparison between curricula and students' responses. Guatemala's curriculum gave considerable attention to issues concerning peaceful coexistence (see Table 5 ). Guatemala is also the country that showed the lowest acceptance of the use of violence; in other words, the students reported significantly less agreement with violent attitudes. Conversely, Mexico had the least coverage of such content in its curriculum, and its students' had high levels of agreement with the use of violence under certain circumstances. In addition, when looking directly at the ICCS scale, students in Mexico showed the lowest level of empathy toward their classmates out of all the Latin American countries.
Discussion and conclusions
Some of the limitations of this study must be considered before pointing out the most relevant results and conclusions. First, as mentioned before, the curricular analysis did not distinguish between kinds of content, gathering objectives, abilities, and content within the same weight. Therefore, results must be seen as a first approach that could be complemented with qualitative evidence regarding the effective usage of the different "units of meaning" in the school lessons. However, the attitudinal study only considered the students' reports and not their actual behavior, so it is important to take this into account when reading the results.
This research highlights uncovered curricular orientations in the countries reviewed and provides relevant information that may help teachers and schools consider these issues in their daily routines, which were also based on students' perspectives. It also contributes to our understanding of the particularities of Latin America in this arena, revealing the main topics of citizenship education considered in the Latin American educational systems. Some patterns arose regarding attitudes common to the great majority of Latin American students, such as low levels of support for democratic values or high levels of participation in civic and civil activities, compared with the international average (Schulz, Ainley, Friedman & Lietz, 2011) . The inclusion of a curricular comparison analysis gave more strength to the ICCS results. In some cases, it demonstrated that certain weaknesses in relevant citizenship aspects were reported not only by students' attitudes but also reflected by the contents of the curricular guidelines of their countries, revealing evident disparities and providing interesting insights for further research.
One relevant finding was that the majority of the countries examined (excepting Guatemala) did not have any content regarding Latin American identity in their official curricula, thus neglecting to contextualize citizenship and identity in a broader regional context. In effect, all these countries put more emphasis on illustrating and promoting a national identity at the expense of creating a supranational sense of belonging and identity, as Keating et al. (2009) suggest. This was manifested in students' attitudes, with the exception of Colombia and certainly Guatemala, the latter of which was the only country to address these issues in its curriculum.
In general, the present study revealed some clear differences concerning students' attitudes between countries, and for the first time, found that some of these differences were also expressed in their curricula. This implies the relevance of considering the absence of crucial citizenship contents in the official curricula that coincides with students' attitudes and involvement with political life. This study provided empirical evidence to promote more in-depth research and development in specific aspects of citizenship education, which require more attention from the governments. For example, the Dominican Republic's case gave rise to many new questions on the apparent contradiction between the official curriculum, with high coverage of democratic values and the students' attitudes toward them, which were significantly lower than the rest of the countries. There were also high levels of agreement with corrupt and authoritarian practices in government institutions. Considering the democratic history in this country, it would be very interesting to make a deeper analysis to tackle these issues from a historical and cultural perspective.
Nevertheless, we do not claim that the inclusion of missing content in the official curricula would solve any problems or change students' perceptions directly. Rather, it is important to pay attention to these critical issues by promoting programs for curricular change and preparing teachers to implement this content from the very beginning of their careers. Therefore, this research supports the relevance of developing pedagogic models on citizenship education: the transmission of citizenship contents from the curricula is not sufficient to promote students' civic and civil learning; foremost, the teaching practices in which these contents are conveyed become crucial. This was mainly because there are many metaphors and prototypes embedded in the automatic thinking of students (Fischman & Haas, 2012) . One example of this was the attitudes toward the use of violence reported by Mexican students. They tend to agree with statements such as: 'Watching fights between classmates is fun' and 'You have to fight so people do not think you are a coward,' which showed the absence of a critical view about the use of violence, possibly because it was part of the students' collective imagery expressed in their daily routine. The challenge now is for teachers to persuade and convince students to overcome this automatic way of thinking, and to change perspectives to become more active citizens with a broader perspective of citizenry rather than a nationally bounded perspective.
Finally, it is worth mentioning that further research on classroom practices, especially focusing on the topics highlighted by this study, is vital in order to gain a more complete view of these citizenship aspects while considering the limitations of the institutional perspective and examining the intended curricula (official documents) rather than the implemented citizenship content within the classroom.
